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THE PROBLEM AND ITS BACKGROUND
College instructors differ considerably in their
ability and willingness to specify instructional objec
tives.

Traditionally, most college instructors provide

their students with general course objectives, but not with
objectives relating to each reading assignment within the
course.

The traditional educator feels that students

should be able to discern for themselves what is the rele
vant and irrelevant information in their readings, and
what they should be able to do with the relevant informa
tion.

However, to accomplish this with a high degree of

success, a student must possess good reading and study
skills, and a high degree of motivation.

As many college

students do not possess these three qualities, many do not
master their reading assignments.
Several prominent figures in the educational field
have emphasized the importance of providing clearly
specified objectives to students in order to improve sig
nificantly their achievement levels (Mager, 1962; Gagne,
1965; Block, 1970), Various investigations involving
personalized instruction and contingency management have
also supported the use of study objectives (Keller, 1968;
Sheppard and MacDermot, 1970; Born, Gledhill and Davis,
1972).

The contention of these educators is that, until

1
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all students' reading and study skills are at a univer
sally high level, they will need the behavioral objec
tives of their reading assignments to be clarified to
adequately master the material.
This concept of clearly stated performance goals
is not new to the educational field.

Strong support for

such an instructional procedure seems to have emerged
around the turn of the century, as evidenced by the writ
ings of such prominent educational figures as Search
(1901), Bobbit (1918), Parkhurst (1922), and Washburne
(1932).

Bobbit stated in his book, The Curriculum (1918),

that s
Human life, however varied, consists in its per
formance of specific activities...These will show
the abilities, habits, appreciations, and forms
of knowledge that men need.
These will be the
objectives of the curriculum.
They will be n u 
merous, definite, and particularized, (p. 32.)
He then proceeded to develop a list of 106 major educa
tional objectives within nine curriculum areas.
During the late 1920's, 30's and 40's, the use of
objectives declined in favor and practice (Walbesser and
Eisenberg, 1972).

However, by the 50's, curriculum spe

cialists again began to remind educators of the importance
of developing specific objectives,

Such people as Herrick

(1950), Barton (1950), Tyler (1951)» and Bloom (1956) be
gan to establish guidelines for the formulation of objec
tives, stressing that they be expressed in terms that
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identify the exact behaviors to be developed among stu
dents.

These educators argued that clearly stated objec

tives were a necessary condition for the construction of
appropriate measuring instruments of students' progress.
These supporters of behavioral objectives signifi
cantly influenced the theory and practice of educators.
Writing, discussing, and applying behavioral objectives
were highly publicized issues in the school curriculum
during the 1960's, and this emphasis has remained with us
into the ?0's.

Most educational psychology books contain

a section on instructional objectives.

These textbooks

generally agree that course planning is most efficient
when using objectives, and that when clearly defined goals
are lacking, there is no sound basis for selecting appro
priate materials, and for evaluating learner's performance
(Duchaster and Merrill, 1973)*

With our present era of

accountability, educators are becoming even more concerned
about precisely clarifying goals, how they can be achieved,
and how one can determine the degree to which they have
been achieved.

Behavioral objectives are posing as a

major technique for fulfilling these ends.
A perusal through journal articles and popular
educational literature relating to behavioral objectives
reveals-, however, that all educators are not in favor of
this instructional procedure.

These numerous articles

indicate that, although most educators strongly support
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the use of clearly-stated objectives, a small collection
of vocal educators has arisen to oppose the quest for
specificity.

During most of the 60's these discussions

on the effectiveness of objectives limited themselves to
the philosophical realm, giving only modest attention to
actual data gathering.

The proponents of behavioral

objectives (Mager, 1962; Lindvall, 1964; Gagne, 1967;
Vargas, 1972) stress two major benefits.

First, they

contend that the clarification of terminal behaviors can
significantly improve the instructor's effectiveness
because, with clear, measurable goals in mind, he can
properly plan his sequence and tactic of instruction,
and can determine whether or not his program has fulfilled
its aim.

Secondly, they feel that when copies of objec

tives are given to the student, the student's studying
effectiveness is significantly improved.

These educators

believe that, with clear objectives in view, students
can better focus their energies on the course essentials,
without wasting time and effort trying to "psych-out"
the instructor.

Gagne adds that telling the learner what

is to be his performance when the learning is completed
can also function as a strong reinforcing procedure since
the learner can evaluate his own progress in terms of
whether or not he has achieved the objectives.
The main arguments of the critics of behavioral
objectives are that such an instructional procedure is
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undemocraticj that it causes teachers to lose sight of
general goals; that it demoralizes teachers; and that it
can only be applied to the learning of certain very
specific skills (Combs, 1972).

However, according to

Combs, the most common concern of the critics is that
objectives will stifle independent, creative thinking.
Silberman (1970) feels that objectives will inhibit
the student from exploring areas which strike him, not
the teacher, as worthy of further concentrated study.

He

believes that behavioral objectives will just compound
the failure of our educational system to "develop sensi
tive, autonomous, thinking, humane individuals."

Atkin

(1 9 6 3 ) states that behavioral objectives will "provide
blinders that may limit the student's range," while
Eisner (196?) believes that their use will result in stu
dents who can't perform where novel or creative responses
are desired.

Ebel (1970) believes that "behavioral objec

tives seem quite inappropriate to instructional efforts
whose aim is to enable students to respond adaptively and
effectively to unique future sets."

He feels that objec

tives will encourage students to respond as "puppets on
a string," instead of equipping students with adequate
cognitive resources to "interpret," "extrapolate," and
"apply knowledge to novel situations."

Meade (1971) feels

that behavioral objectives "inhibit students* ability for
'insights’," while Adams (1972) states that "much that is

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

6
creative, imaginative, and innovative seems to be ham
pered and fenced in by the demands of behavioral objec
tives."

As Miles (1971) so aptly summarizes it, "to some,

the term ’behavioral objective* evolves a classroom image
of a factory-like room full of cubicles with dehumanizing
automatons repetitively memorizing useless facts."
As stated previously, most of the activity in the
behavioral objective arena has been of a rhetorical na
ture, rather than of an empirical one.

However, within

the last few years, educators have begun to develop re
search proposals designed to provide clear empirical
evidence to support or refute the effectiveness of behav
ioral objectives.

The largest concentration of this re

search investigated how the provision of objectives to
students affected their learning,

Two basic questions

naturally arise relating to this area of research.

Firstly,

how effective are study objectives in improving students’
learning of material directly approached by the objectives?
Secondly, how do study objectives affect students' ability
to respond to novel probes?

Most of the studies concerned

themselves exclusively with students' performances over
material specified in the objectives (i.e. intentional
learning).
Two extensive reviews of such studies (Duchastel
and Merrill, 1973; Walbesser and Eisenberg, 1972) reveal
that the majority of the empirical evidence supports the
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hypothesis that students provided objectives perform sig
nificantly better on post tests over the objectives than
students not provided objectives (Miles, Kibler, and
Pettigrew, 196?; Engle, 1 9 6 8 ; Bishop, 19 6 9 j Lawrence,
1970; Dalis, 1970; Kueter, 1970} Duddey, 1971} Webb, 1972;
Jenkins and Neisworth, 1973} Semb, Hopkins and Hursh,
1973} Sheldon, Stephan, and Miller, 197^).

However,

there have been some puzzling, disparate results.

A

.number of studies with the identical hypothesis failed to
provide significant results (Smith, 1967; Tiemann, 1 9 6 8 ;
Bishop, 1969; Etter, 1969; Conlon, 1970; Merrill and
Towel, 1972).

In their literature review, Merrill and

Duchaster identified two main deficiencies which they
feel may have caused some of these studies to result in
non-significant findings:
1)
2)

the use which the student made of the objectives;
and,
the nature of the objectives themselves (p. Ulk).
An analysis of some of these studies supports this

contention of Duchastel and Merrill.

Smith (1 9 6 7 ) stated

that the reason for the lack of a significant difference
in his study was very possibly due to the manner of the
presentation of the objectives.

Since the objectives were

printed on the written material the students received,
the assumption was that all the students receiving them
would read them.

However, Smith admits that this need not

have been the case, as no special provisions or encourage-
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ments were provided to do so.

Smith concludes that he

was working with a group of slow learners who might well
have avoided the objective instruction sheet and proceeded
right into the reading assignment.
The results of Tiemann's study (1968) can also
possibly be explained due to the misuse of objectives.
Throughout a four week period, Tiemann provided one group
of students with behavioral objectives, and then compared
the performance of this group on a mid-term examination
with a group of students not provided objectives, with no
significant results.

However, Tiemann noted a lack of

student questions which referred to the objectives during
the seminar periods held before the mid-term.

Tiemann

concluded that the importance of the objectives possibly
was not grasped until after the mid-term examination.
Interestingly enough, his study did result in significant
differences between the two groups on achievement on a
retention test given a couple of weeks after the mid-term.
Additionally, in a study conducted by Jenkins and
Deno (1971) which had non-significant results, the
authors suggest that these results very possibly were due
to the students not knowing how to use objectives.

Engle

(1968), aware of this problem with students* use of objec
tives, provided a mechanism in her study for assessing
whether subjects actually read the objectives.

Her results

showed that students who read the objectives revealed a
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significantly better achievement level than students who
did not read, or were not provided the objectives.
These studies suggest that it is necessary to con
trol for the~reading of the objective statements if such
an instructional procedure is to be effective.

If the

student does not read the objectives, either because he
is unaware of their importance,

or he is improperly

trained in their use, the provision of objectives will
not affect his test performance over the objectives.
Duchastel and Merrill suggest that the instructor
straightforwardly inform the students that many of the
objectives will be on the test.

Additionally, these two

reviewers suggest that students might require explicit
training on how to use objectives.
The second possible deficiency which Duchastel and
Merrill provide as an explanation for the studies which
showed negative results is the nature of the objectives
themselves.

Behavioral objectives can vary along two

continua, scope and preciseness of language.

As is no

surprise, data suggest that the more specific the scope,
and the more precise the language of objectives, the more
effective they are in facilitating learning.

Rothkopf's

study (1972) provided evidence of the need for specificity
in objectives.

He compared the test performance of stu

dents given general objectives (relevant to two to five
sentences in the text), to students provided specific
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objectives (relevant to one sentence).

The students who

received the specific objectives performed better on
test questions over objectives than students who received
the general objectives.
Dalis's study (1970) revealed the need for precisely
phrased objectives.

He investigated the variance in per

formance on tests among students provided precisely-stated
objectives, students provided vaguely-stated objectives,
and students provided no objectives.

The results indica

ted that students who received precisely-stated objectives
achieved significantly better than students in either of
the other two groups.
The results of Duddey's study (1971) also support
the need for preciseness of language in stating objectives.
He supplied one group with behavioral objectives during
an entire term of chemistry, while another group of chem
istry- students received no objectives.

The results showed

that there were significant differences between the two
groups only on Exam number two, not on Exams number one
and three.

The investigator offers a very plausible ex

planation for these results.

Quite unintentionally, the

objectives for Unit I and II were stated very clearly,
while those for Unit III were somewhat awkward and diffi
cult to understand.

Duddey feels that this could explain

why the students provided objectives did not perform sig
nificantly better on Exam number three.

The experimenter
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concluded that very likely there were no significant
differences between the groups' performances on Exam
number one because it was a review of concepts taught in
high school.

This previous exposure possibly provided

enough information on what was expected, and the objec
tives added little more.
In a study on the effectiveness of objectives con
ducted at the University of Kansas (Semb, Hopkins, and
Hursh, 1973)» both of the recommended procedures were
implemented.

That is, the objectives were precise and

specific (multiple-choice questions), and the students
were informed that many of the objectives would be on the
quizzes and hour examination.

The results indicated the

extremely strong positive impact which study objectives
can have on the learning of the material specified by the
objectives.

In this study, the students answered the

study questions correctly 20 to 30% more frequently than
non-study questions, and exhibited a mastery of these
study questions, averaging over 90% on these test items.
However, as stated previously, educators are also
interested in how the use of objectives affects students*
learning of material incidental to the objectives.

There

have only been two studies which have provided any data
relating to this question.

Rothkopf (1972), while con

ducting a study to determine how specificity and density
of objectives affects learning, discovered that the stu-
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dents who were provided objectives performed better on
questions incidental to the objectives than students not
provided objectives,

Semb's study (1973) also revealed

that students given study questions performed better on
novel probe test items (questions over material not
directly approached in the set of study objectives) than
the students not given the study questions.

The data

from these two studies contradict the claim of critics
that the provision of study objectives will induce stu
dents to "learn nothing more than correct answers to
a finite pool of questions"(Semb, Hopkins and Hursh, 1973).
Instead, these studies suggest that the positive effect
of study objectives generalizes to novel probes.

However,

the experimenters in both of these studies admitted that
further experimentation is necessary to determine more
precisely the relationship between study objectives and
performance on probe items.

This was the major area of

investigation of this study.
The main purpose of this study was to empirically
test how a student's access to behavioral objectives for
a reading assignment (independent variable) affected his
scores on novel probe test questions (dependent variable).
Hypothesis Number One
Null Hypothesis

(performance on novel probes)

i Ho* u.-ut=o

No significant difference will be found between the mean
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of the scores of students who receive behavioral objec
tives and the mean of the scores of students who do not
receive behavioral objectives on novel probe test items.
Alternate Hypothesis*

s

O

(two-tailed)

A difference will be demonstrated between the mean of the
scores of students who receive behavioral objectives
and the mean of the scores of students who do not receive
behavioral objectives on novel probe items, at a .05
level of confidence.
A secondary purpose of this study was to further
investigate the hypothesis that students who are provided
a precisely-stated and reasonably specific list of behav
ioral objectives, and who are told that these objectives
will be on the test, will score significantly higher on
study objective test questions than students not provided
behavioral objectives.
Hypothesis Number Two (performance on study objec
tive test items)
Null Hypothesis* H q * LJ, ** U *

O

The mean of the scores of the experimental group on study
objective test items will be lower, or the same, or not
significantly higher than the mean of the scores of the
control group on study objective test items.
Alternate Hypothesis* Hi* u . - U z > 0

(one-tailed)

The mean of the scores of the experimental group on study
objective test items will be higher than the mean of the
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scores of the control group on study objective test items,
at a .001 level of confidence.
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METHOD
Subjects
The subjects were Western Michigan University stu
dents enrolled during the Spring term, 197^» in an under
graduate Abnormal Psychology course (250), and a graduate
Sexual Behavior course (697); and Kalamazoo Valley Commun
ity College students enrolled in an Introductory Psychology
course (150) during the first summer term, June, 197^.
There was a total of seventy-one subjects, including four
teen freshmen, nine sophomores, twelve juniors, sixteen
seniors, and twenty graduate students.

The subjects

received extra credit points from their instructors for
participating in this experiment.
Materials
The reading assignment on which the students were
tested was composed of four sections within an article
by Albert Bandura, "The Role of Modeling Processes in Per
sonality Development."*

The study objectives for this arti-

cle were written by this experimenter.

p

They were phrased

1.

In Willard W. Hartup and Nancy L. Smothergill (Eds,),
The Young Child1 Reviews of Research. Washington,
D.C.: National Assoc, for the Education of
Young Children, 1967. Pp. ^2-58.

2.

Copy of study objectives in appendix.
15
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in precise language*, and each was relevant to two to six
sentences within the text.

They were comprehension-type

objectives, as defined by Vargas (19?2), because they
required the student to paraphrase a number of bits of
information.

The list of objectives was long in that it

covered all points in the article judged important by the
writer.
The test^, which was composed of sixteen short an
swer questions, was also written by this experimenter.
Test questions one through eight related to sections one
and two of the article; test questions nine through six
teen related to sections three and four of the article.
Test questions one, two, three, five, nine, ten, and
eleven were taken directly from the list of study objec
tives.

Test questions four, six, seven, eight, twelve,

thirteen, fourteen, and fifteen were novel probe test
items.

These probe items asked for information not

directly approached in the study objectives.

For example,

one of the study objectives asked the student tot
State how effectual the models were in altering
the children’s moral judgments. Explain how the
children's moral judgments were or were not altered.
The test had a novel probe item which asked the student tot
Define the concepts "objective morality" and
"subjective morality", as used in the article.

1.

Apparently not as precise as possible; see Discussion
section for further elaboration of this point.

2.

Copies of test and its answer key are in appendix.
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These definitions were only incidentally related to the
answer to the study objective concerning th

modeling of

moral judgments.
Procedure
Information given students
Each class of students was randomly divided into
two groups.

The classroom proctor told the students that

they were going to be given an article to read during the
class period, and that they would be tested over this
article.

They were informed that they would receive a

list of study objectives for two of the four sections
that they were to read in the article, but that they would
be tested over all four sections.

Finally, they were

told that a number of the study objectives on their list
would appear on the test.

All these instructions were

also printed on the behavioral objective sheets.
The Bandura article and the study objectives were
then distributed to the students.

Students in group I

received a list of study objectives for sections one and
two of the article, while students in group II received
a list of study objectives for sections three and four of
the article.

After receiving the article and study objec

tives, the students were told that when they felt ready
for the test, to raise their hand.

The proctor would then
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come by and pick up their article and study objectives,
and hand them the test.

Each class period for the three

classes of subjects was at least two hours long, so all
the subjects had more than enough time to complete the
reading assignment and the test.

They were allowed to

leave upon completing the test.
Experimental design
The experimental group consisted of the performances
of group I on the first half of the test, and the perfor
mances of group II on the second half of the test.

The

control group consisted of the performances of group I on
the second half of the article, and the performances of
group II on the first half of the article,
Group

I

Experimental
Treatment

Objectives for first
half of article

Control

No objectives for sec
ond half of article
Group II

Control
Experimental
Treatment

No objectives for first
half of article
Objectives for second
half of article

Such an within group and within assignment design
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provided for maximal control.
Test grading
The tests were scored by a grader who was indepen
dent of the study and unaware of this experiment's hypo
theses.

The grader read the Bandura article thoroughly,

and reviewed the test's answer key carefully with this
experimenter, clarifying difficult points and questions.
The answers to the test questions were objective and
straightforward.
points.

Each answer was worth a possible four

The experimenter and the grader scored four of

the tests together, and then the grader proceeded on her
own.

The grader scored all the tests carefully, and then

reviewed her scoring a second time.

She then discussed

any questionable test answers with the experimenter.
Data Analysis
The two sets of data of interest in this experiment
were the students' scores on the novel probe test ques
tions and on the study objective test questions.

This

experimenter analyzed the variance between the test
performances of the experimental group and the control
group.

These data were scrutinized in terms of the en

tire group of subjects, and in terms of each of three
subsets within this group.

These three subsets weret
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(a) subjects who were graduate students, (b) subjects who
were upperclassmen (juniors and seniors), and (c) subjects
who were underclassmen (freshmen and sophomores).

These

subsets were analyzed separately to explore the assump
tion that the more experienced the student, the less he
will benefit from the use of study objectives.
The experimental group data consisted of student
test answers to questions related to sections of the
article for which they were provided study objectives.
Therefore, to determine the performance of the experi
mental group on novel probe test items, this experimenter
analyzed the scores of group I on test questions number
four, six, seven, and eight, and the scores of group II
on test questions number twelve, thirteen, fourteen, and
fifteen.

To determine the performance of the experimental

group on study objective test items, this experimenter
analyzed the scores of group I on test questions number
one, two, three, and five, and the scores of group II on
test questions nine, ten, eleven, and sixteen.
The control group data consisted of student test
answers to questions related to sections of the article
for which they were not provided study objectives.

There

fore, to determine the performance of the control group
on novel probe test items, this experimenter analyzed the
scores of group I on test questions number twelve, thir
teen, fourteen, and fifteen, and the scores of group II
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on test questions number four, six, seven, and eight.

To

determine the performance of the control group on study
objective test items, this experimenter analyzed the
scores of group I on test questions number nine, ten,
eleven, and sixteen, and the scores of group II on test
questions one, two, three, and five.
A t-test was used to determine the level of confi
dence in the difference in the mean scores developed
by the experimental and control groups.
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RESULTS
The results of this study allow rejection of both
of the stated null hypotheses.

Data show that the exper-

mental group performed significantly better than the con
trol group on the novel probe test questions at a .0 5
level of significance, and on the study objective test
questions at a .001 level of significance.

Out of a

possible sixteen points, the mean raw score of the sub
jects in the experimental group on novel probe test
questions was 13.10, and on study objective test questions
was 11.58.

The mean raw score of the subjects in the

control group on novel probe test questions was 11.4-9, and
on study objective test questions was 8.83.
When the results were analyzed according to each
of the three subsets within the group, the graduate
students, the upperclassmen, and the underclassmen, the
mean scores of the experimental groups were consistently
higher than the mean scores of the control groups on both
types of test questions.

However, the significance of the

variance between the experimental and control group per
formances varied considerably from subset to subset.
Table one displays the mean raw scores of each of
the experimental and control groups, along with the level
of significance of each variance.

Figures one and two
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graphically illustrate the differences between the mean
raw scores of the experimental and control groups on
novel probe and study objective test questions.
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Table It Mean Raw Scores of Subjects on
Novel Probe and Study Objective
Test Items
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TABLE I
MEAN RAW SCORES OF SUBJECTS ON NOVEL
PROBE AND STUDY OBJECTIVE TEST QUESTIONS

TABLE I-A
MEAN SCORES OF
ALL SUBJECTS
N=71

Experimental
Group

Novel Probe
Scores

1 3 .1 0

Study Objective
Scores

11.58

Control
Group
11.49
P <
8 .8 3
P <

TABLE I-B
MEAN SCORES OF
GRADUATE STUDENT SUBSET
N=20

Experimental
Group

Control
Group

Novel Probe
Scores

13.90

13.05

Study Objective
Scores

12.60

_E <

•25

10.80
_ p < . .10

TABLE I-C
MEAN SCORES OF
UPPERCLASSMEN SUBSET
N=28
Experimental
Control
___________________ Group___________ Group
Novel Probe
Scores

.
13.4/2

10.92

- P < .005
Study Objective
Scores

^ ^
11.64

A
8 .9 6

-table continued on following page-

4 *< .01
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TABLE I-C
MEAN SCORES OF
LOWERCLASSMEN SUBSET
N-23
Experimental
Control
____________________Group____________Group______

N°Scores°be

12-<*

StUdSoores°tiTC

l0-56

cor s

10-82

E <

.25

_____________________________________________ E < .01
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Figure Is Mean Scores on Novel Probe
Test Items
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Figure II: Mean Scores on Study Objective
Test Items
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DISCUSSION
The data suggest that students who use study objec
tives perform significantly better on test questions
only incidentally related to the objectives, in addition
to performing significantly better on test questions
directly related to the study objectives.

These results

suggest that the use of behavioral objectives for a read
ing assignment facilitates better overall learning.

The

implication is that objectives neither act as blinders,
nor severely restrict the range of the student's learn
ing.

Instead, the results indicate that, when students

use study objectives, they are better prepared to respond
to novel probes than when they do not use study objec
tives.
An examination of the scores of the three subsets
of subjects provides conflicting evidence concerning
the relationship between the level of the student and
the degree to which he benefits from the use of study
objectives.
to exist.

On novel probe items, no relationship appeared
The upperclassmen displayed the largest variance

between the mean score of the experimental group and the
mean score of the control group on novel probes; the
underclassmen showed the next largest variance between
experimental and control group scores on novel probes;
31
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32
while the graduates revealed the least between-group var
iance on novel probes.
However, the scores on study objective questions
supported the assumption that the more experienced the
student, the less he will benefit from study objectives.
The graduates showed the least variance, the upperclass
men revealed the next largest variance, and the under
classmen displayed the largest variance between experimen
tal and control group mean scores on study objective test
items.
One other aspect of the results which deserves
attention are the rather low scores of the experimental
group on study objective questions.

An average achievement

of 73%> (1 1 .6 2 out of a possible 16) on study objective
questions does not indicate mastery of the material.
Two possible explanations are offered for this lack of
mastery.
First, as stated previously, the study objectives
were each relevant to two to six sentences within the
text.

To be able to provide answers for this type of

objective demands the ability to synthesize a number of
bits of information.

Such an analytic skill is more

sophisticated than that required to answer specific
objectives asking for information relevant to only one
sentence.

Therefore, one would naturally expect a lower

average performance on this type of general objective
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than on very specific objectives.

This experimenter be

lieves, though, that students can achieve a mastery over
general objectives if they are explicitly trained on how
to respond to this type of objective.

This certainly

would be an area worthy of further investigation.
The second possible explanation for the low scores
of the experimental group on study objective test items
was the degree of preciseness in their phrasing.

This

experimenter, who developed the study objectives used in
this study, has been exposed to Mager's classic book on
Preparing Instructional Objectives (1 9 6 2 ), and has had
experience developing behavioral objectives for college
courses.

However, this training apparently was not suf

ficient.

Some of the students' test answers to the study

objective test questions revealed a misinterpretation of
the objective, signifying that the objectives were not
phrased as precisely as possible.

Apparently, writing

good, precise objectives is not as simple a skill to mas
ter as one might initially believe.
The problem in this study with preciseness of lang
uage is well worth noting since it is a common one among
educators, as well as with all writers.

It implies that

most instructors will need to be thoroughly trained on
how to develop precise behavioral objectives before they
can be expected to be totally successful with this instruc
tional procedure.

The effectiveness of such training
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34programs is another area well deserving of research
attention.
In conclusion, this study provides support to the
contention that students who are provided precise, reason
ably specific study objectives for a reading assignment,
and who are informed that the objectives will be on the
test, will achieve better on the post test over the
reading than students not provided study objectives.
This higher achievement will not only be evidenced on
test items directly approached in the objectives, but
additionally, will generalize to material only incident
ally related to the objectives.

These results surely

provide an empirical basis for the development of behav
ioral study objectives for students' use.
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STUDY OBJECTIVES

j

I

You are being asked to read four sections in this
article.

We have supplied you with study objectives for

the first two sections, but you will^ be tested over all
four sections.

A number of the objectives below will be

on the test.
Introduction
1.

Briefly describe the two processes by which Bandura
says children acquire attitudes, values, and patterns
of behavior.

2

State how these two basic processes of learning com
pare in terms of how quickly they produce the acquisi
tion of new patterns of behavior, and how pervasive
the learning is.

,

Transmission of Aggression
3.

State the main purpose of Bandura's aggression studies.

4.

Briefly describe the stimulus provided each of the five
groups of subjects in the aggression study.

5.

State how the rate of aggressive behavior of the sub
jects in each of the four experimental groups related
to the rate of aggressive behavior of the subjects in
the control group,

6.

State the general conclusion of the aggression studies,
along with a brief delineation of the data which led
Bandura to this conslusion.

7.

State how the rate of imitative behaviors was influ
enced by the sex of the model.

8.

Clarify the influence of the aggressive models on the
specific aggressive behaviors exhibited in the chil
dren.
36
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9.

State how the results of these aggression studies re
late to the question concerning how the viewing of
T.V. violence affects children's behavior.

10. Briefly explain how psychoanalytic theory compares
with Bandura's social learning theory on what are
the effects of participation in, and viewing of
aggressive behavior.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

STUDY OBJECTIVES:

II

You are being asked to read four sections in this
article.

We have supplied you with study objectives for

the latter two sections, but you will be tested over all
four sections.

A number of the objectives below will be

on the test.
Response Consequences to the Model
1.

State how the type of consequence provided the aggres
sive behavior of the models affected the rate of imita
tive behavior of the children viewing the models.

2.

State what Bandura's research reveals concerning the
relative influence of (a) rewarding consequences,
versus (b) the possession of a certain value system,
in determining behavior.
Explain why.

3.

State what Bandura's studies reveal about the degree
of learning (not behavior) that resulted from viewing
antisocial behavior being punished. Elaborate in terms
of when this learning was or was not exhibited in
behavior.
Social Learning, Psychoanalytic, and Stage Theories

4.

State how effectual the models were in altering the
children's moral judgments. Explain how the children's
moral judgments were or were not altered.

5.

State how the results of Bandura's experiment on the
influence of models in modifying children's moral
judgments refute Piaget's theory on moral orientation.

6.

Bandura states that a second study demonstrates that
other personality traits usually viewed as 'age-speci
fic can be altered through the application of
a p p r o p r i a t e __________________ .
38
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7.

Briefly describe how the presence of adult models can
affect a child’s preference for immediate or delayed
gratification,

B.

State the past and recent state of empirical research
within the field of child development. What are the
recent studies indicating?
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TEST ON FOUR SECTIONS FROM "MODELING" ARTICLE BY BANDURA
1.

Briefly describe the two basic processes by which
Bandura says children acquire attitudes, values,
and patterns of social behavior.

2.

State the main purpose of Bandura's aggression studies

3.

Briefly describe the general stimulus provided each of
the five groups of subjects in the aggression
studies.

4.

(hypothetical) Micheal is a very aggressive youngster
who frequently displays antisocial behaviors, such as
hitting and kicking his classmates. According to the
results of Bandura's research, what could be two
explanations for Micheal's behavior patterns.

5.

State the general conclusion of the aggression studies
along with a brief delineation of the data which led
Bandura to this conclusion.

6.

7.

Many parents tell their children to "do as we say,
as we do." State what Bandura's article suggests
about the effectiveness of this type of teaching.

not

(hypothetical) The teacher decides to give a very
hypertensive child a hammer-like toy to play with
to help her "hammer-out" her aggressive feelings.
Would Bandura concur with this approach to improv
ing the girl’s behavior? Why or why not?

8.

Let's say that a teacher wants to teach a five year
old boy to behave in a classroom setting. She
has one of two alternative approaches available:
1) Explicitly outline the behaviors she
expects to see in the classroom. Also,
reinforce and extinguish the boy's behaviors,
accordingly.
2) Have the boy view his older brother in
a classroom, over a period of time,
exhibiting all the appropriate behaviors.
According to the article, which of thes approaches
would be best, and why?

9.

State what Bandura's research reveals concerning the
relative influence of (a) rewarding consequences,
versus, (b) the possession of a certain value system,
in determining behavior.
Explain.
40
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10.

State what Bandura's research studies reveal about
the degree of learning (not behavior) that resulted
from viewing antisocial behavior being punished.
Elaborate in terms of when this learning did or
did not exhibit itself in actual behavior.

11.

State how effectual the models were in altering the
children's moral judgments. Delineate exactly how
the children's moral judgments were or were not
altered.

12.

Let's say that a group of "normal" children witnesses
the following*
A very aggressive boy, named Johnnie, starts to
grab toys from his weaker playmates, hitting
them if they would not give up their toys. The
teacher ignores Johnnie's behaviors, and pretty
soon he has all the best toys to himself.
a) What opinion would we expect these children to
have of Johnnie?
b) If we placed these children in a classroom
situation similar to Johnnie's, what level of
aggressive behavior should we expect the children
to exhibit?

13.

If the children had witnessed Johnnie being sent
down to the principal's office immediately after
displaying such aggressive behaviors*
a) What opinion would we expect the children to
have of Johnnie?
b) If we placed the children in a classroom situation
similar to Johnnie’s, what level of aggressive
behavior should we expect the children to exhibit?

14.

Define the concepts "objective morality" and subjec
tive morality," as defined in the article.

15.

Explain how Bandura’s and Piaget’s general theories
of child development contrast.

16.

State the past and recent state of empirical research
within the field of child development, according to
Bandura. What are recent studies indicating?
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ANSWER KEY TO TEST
1.

1. Modeling of parents behavior and attitudes.
2.

Instrumental learning; learn through direct
training with use of reinforcement and punishment.

2.

To determine extent to which aggression can be trans
mitted to children through exposure to aggressive
adult models. Must have this; also can say something
about effect of consequences given to aggressive
models on children's imitative behaviors.

3.

1.

Male live aggressive model;

3.
5,

Film male aggressive model;
Control.

2.

Female cartoon
aggressive model;
Non-aggressive
model;

(receive credit also for mentioning aggressive model
who receives punishment, and aggressive model
who receives reinforcement)
(two of these three)
1.

Parents exhibit extensive aggressiveness.

2.

Reinforced for aggressive behaviors.

3.

Watch a lot of violence on T.V.

5.

Exposure to aggressive models heightens children's
aggressive responses. Data: Children who observed
aggressive models exhibited approximately twice as
much aggression as did subjects in non-aggressive
groups.
(Could add: display more aggressiveness if
models reinforced for aggressiveness)

6.

Not very effective.
Bandura says that parental
modeling behavior may often counteract effects
of direct training.

7.

8.

Disagree.
Bandura feels that this would actually
reinforce the girl’s aggressive behaviors, and
cause them to actually increase.
Number two. This would result in faster and more
thorough learning. Can also say that modeling is a
more potent teacher.
kZ
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9.

Research indicates that rewarding consequences are
stronger in determining behavior than "internal"
value systems.
In one of Bandura's studies the
children who didn't approve of a "bully's" behavior
would imitate such behavior if the bully had
been reinforced for his aggressiveness.

10.

High degree of learning.
Although the children
would not imitate the aggressive behaviors immed
iately after viewing the model who was punished, they
would imitate him at a later time if they were pro
vided suitable reinforcements for aggressiveness.

11.

Very effectual. Children with objective morality
would alter to subjective morality if provided a
model with subjective morality, and vice versa.

12.

a)

"mean," bully," "tough"

b)

High level of aggression

a)

"mean," "bully," "tough"

b)

Low level of aggression

13.

14.

Objective morality: children judge gravity of deviant
act in terms of material damages; disregard intention
of act. Subjective morality is the opposite.

15. Piaget:(stage theory) view developmental process as
involving a relatively spontaneous emergence of
age-specific modes of behavior, as child passes from
one stage to another;
Bandura: application of social learning principles to
developmental processes; children react to antecedents,
not to 'innate' stages.
16.

Meagre amount of empirical data in field in past;
recently new direction in theorizing which has
generated laboratory research; recent studies stres
sing importance o f antecedent events in development
of behavior and attitudes of children.
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